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Abstract
This paper reviews the entrepreneurship competences included in the curricula of undergraduate translation and 
interpretation degrees in Spain to determine whether they explicitly or implicitly match the competences included in 
the EntreComp framework. Our review reveals that the EntreComp entrepreneurial competences are underrepresented 
in current curricula in Spain, with some remarkable exceptions, particularly regarding the ‘resource management’ and 
‘learning by doing’ competences. The SWOT analysis performed using the results derived from the descriptive analysis 
of the collected data suggests that the spotted strengths and opportunities can compensate for most of the weaknesses. 
Accordingly, it is our claim that an entrepreneurial approach to education that is compatible with the Entrepreneurship 
2020 Action Plan can be introduced in Spanish translator education programmes within the current framework.
Keywords
entrepreneurial education; entrepreneurship competence; EntreComp Framework; Entrepreneurship 2020 Action Plan; 
translator education
1. Introduction
In 2006, the European Parliament and Council released a Recommendation on key competences 
for lifelong learning, one of which was “sense of initiative and entrepreneurship” (European 
Parliament and Council 2006). This was the onset of a change in European education aimed at 
improving educational attainment levels and equipping students for the adult life. At that time, the 
sense of initiative and entrepreneurship competence was broadly defined as the individual’s ability 
to turn ideas into action (European Parliament and Council 2006: 17). The main components of 
the competence were already identified and mentioned, but not explained in detail.  In 2013, the 
Entrepreneurship 2020 Action Plan acknowledged the benefits of entrepreneurial learning for 
young people, independently of whether they planned to create their own business. It also claimed 
that entrepreneurial learning contributes to developing business knowledge and essential skills and 
attitudes needed to transform ideas into action and increase employability, among which creativity, 
initiative, tenacity or teamwork (European Commission 2013). Likewise, the Entrepreneurship 
2020 Action Plan acknowledged the need for Universities to be more entrepreneurial, also in 
non-business studies, giving a boost to the definition of a common entrepreneurship competence 
framework model, also known as EntreComp, that could be used as a reference. Throughout this 
process, the European Union started a number of entrepreneurial projects and programmes for 
the development of the entrepreneurial competences across all education levels, and particularly 
in higher education (European Commission 2006, 2008a, 2008b, 2012, 2015, Eurydice 2012, 
Komarkova et al. 2015).
Under this approach, entrepreneurship is not necessarily aimed at creating a new venture or 
organisation, as claimed by Shane and Venkataraman (2007), thus deviating from a narrow view 
of entrepreneurship, aimed exclusively at becoming an entrepreneur (Lackéus 2015: 9). Rather, 
entrepreneurship can occur within an existing organisation and can be linked to the learner’s en-
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trepreneurial mind-set and behaviour. It can also aim at becoming entrepreneurial, which would 
involve a wide approach to entrepreneurship. The wide approach involves working competences 
related to personal development, creativity, initiative taking and action orientation, which is in ag-
reement with the approach of the EU (Komarkova et al. 2015: 4). 
Our hypothesis in this research is that the components of the entrepreneurship competence can 
be further developed in translator education programmes within the current framework to create 
value for external stakeholders by letting students create value, whether it is successful or not. 
Thus, our research aims to review the entrepreneurship competences included in the curricula of 
undergraduate translation and interpretation degrees in Spain and determine whether they expli-
citly or implicitly match the competences included in the EntreComp framework; to explore the 
strengths, weaknesses, opportunities and threats of the current situation of entrepreneurial trans-
lator education in Spain; to determine which approach is adopted with regard to entrepreneurial 
education, and to make proposals for introducing an entrepreneurial approach that fits the Entre-
preneurship 2020 Action Plan. 
2.	 Entrepreneurship:	definition	and	components
The entrepreneurship concept developed in the field of economy to refer to the ability of those 
people willing to take risks, face uncertainties, perform innovations and create new businesses 
(Souza 2001). This has been the prevailing interpretation of the term, which has usually been re-
searched in the management and business sector in relation to the creation of new ventures and 
enterprises (Gartner 1990, Klerk/Kruger 2002, Aruwa 2006, Drucker 2007, Mesquita et al. 2016: 
225). Within this framework, many authors focused on the importance of developing soft skills 
related to leadership, moral values and ethics, communication, and also on the ability to adapt to 
new work contexts, as reported by Sousa (2018: 3). Yet, the complexity of the concept, which has 
been widely acknowledged (GHK 2011: 10, Del Giudice 2014: 128, Mesquita et al. 2016: 224), 
together with the need to expand the concept and extend it to other fields, has led many scholars to 
attempt to find an accurate definition covering all the traits and competences involved. However, 
no consensus has been reached (Redford 2015: 19). Currently, this approach to entrepreneurship 
is seen as a ‘narrow’ approach, which considers that entrepreneurship is about business develop-
ment, self-employment, and venture creation and growth. Yet, there is an increasingly relevant 
‘wide’ approach to entrepreneurship, particularly in the educational domain, according to which 
entrepreneurship is about personal development, creativity or initiative taking, among others, i.e. 
being entrepreneurial but not necessarily becoming an entrepreneur (Komarkova et al 2015: 9). 
In line with the wide approach, the European Union (EU) has defined entrepreneurship as a key 
transversal competence for lifelong learning (European Parliament and Council 2006) that applies 
to all spheres of life and is necessary for all members of the current knowledge-based society. As 
suggested by Mwasalwiba (2010), choosing a given approach to entrepreneurship profoundly af-
fects educational objectives, course design or teaching methods. In this paper, we will adopt the 
wide approach to entrepreneurship, which assumes that entrepreneurship education goes beyond 
preparing students on how to run a business, and that it involves helping develop the entrepre-
neurial attitudes, skills and knowledge that enable students to ‘turn ideas into action’ (European 
Commission 2014: 9). 
Defining the attitudes, skills and knowledge required to be entrepreneurial has often been diffi-
cult, and efforts to define such skills have often come, again, from the management and business 
sector (Sousa 2018). Yet, evidence has been found that it is possible to identify a set of skills that 
are distinct from management or leadership skills and that such skills can be taught and learned 
(BIS 2015: 5, Mesquita et al. 2016: 223). However, no agreement has been reached with regard 
to the composition of such set of skills, as there are many views on the exact components of the 
entrepreneurship competence. For example, the Department for Business, Innovation and Skills 
(BIS) categorised them into four categories, namely, idea identification/creation, capitalising on 
ideas, traits/behaviours and managerial/leadership skills (BIS 2015). However, also in the UK, 
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the International Institute for Creative Entrepreneurial Development (IICED) identified a diffe-
rent set of competences: communication, visioning and thinking creatively, opportunity identi-
fication, self-efficacy, self-knowledge and belief, confidence and determination, flexibility and 
adaptability (Komarkova et al. 2015: 233). In Spain, the Ministry for Industry, Commerce and 
Tourism (MICT) offers a self-diagnosis tool for entrepreneurs based on seven dimensions: mo-
tivation, initiative, communication, analysis, risk, leadership and creativity (MICT 2019). These 
are only a few examples of the diversity of views found in the field of entrepreneurship compe-
tence components that illustrate the challenges of introducing these components in all education 
levels across Europe. 
To face this challenge, the European Commission has proposed a common framework for the 
development of entrepreneurial competences, which is aligned with learning outcome descriptors 
that can be used as a reference for the design of curricula in the formal education and training sec-
tor (European Commission 2016). The EntreComp framework aims to define a common under-
standing of the entrepreneurship competence, and defines three interrelated and interconnected 
areas of competence, namely ‘ideas and opportunities’, ‘resources’ and ‘into action’, and a list of 
15 competences as a reference for current and future initiatives. The labels assigned to each area 
aim at stressing that entrepreneurship competence is the ability to transform ideas and opportu-
nities into action by mobilising resources. Figure 1 represents the structure of the three compe-
tence areas.
Figure 1. Entrepreneurial competence and competence areas according to EntreComp (Source: European  
Commission 2016: 6)
3. Entrepreneurship in education
The approaches to and challenges of the development of a common definition of entrepreneur-
ship and entrepreneurship competence described in the above section can be transposed to the 
education field, particularly to higher education. Ten years ago, entrepreneurship education in Eu-
rope concentrated on economics and business courses at university level, but very few universi-
ties included entrepreneurship as a transversal competence for the different programmes (EMFD 
2008: 43). At that time, Spanish universities focused on promoting the enterprise spirit in general 
courses in business management and undergraduate degrees related with business management 
(EMFD 2008: 23). Likewise, new undergraduate degrees started being implemented. These new 
degrees met the requirements of the European Higher Education Area, which involved conside-
ring a sense of initiative and entrepreneurship as a key competence for lifelong learning (Europe-
an Commission 2006) and incorporating innovation, creativity, and entrepreneurship skills into 
transversal competences, learning methods and assessment methods (MECD 2015: 13). 
As stated in the introduction, a number of entrepreneurial projects and programmes for the de-




2006 and 2019 (European Commission 2008a, 2008b, 2012, Komarkova et al. 2015). Currently, 
the results of the implemented entrepreneurship programmes reveal a lack of conclusive results, 
which is a common drawback in the assessment of the effectiveness of entrepreneurial education. 
Neither quantitative nor qualitative analyses have confirmed or refuted the utility of entrepre-
neurial education (Lackéus 2015: 19, European Commission 2015) or concluded which methods 
address entrepreneurship competences more effectively (Blenker et al. 2014, Komarkova et al. 
2015: 4). Nevertheless, the literature suggests increasing qualitative evidence of the effectiveness 
of entrepreneurial education, which impacts individuals, educational institutions, the economy 
and society (European Commission 2015: 6). Similarly, research reveals some common patterns, 
such as the prevalence of learning-by-doing and collaborative approaches to learning, the need for 
connection to the outside world and the inadequacy of traditional learning (Sousa 2018). Actual-
ly, strong evidence has been found that conventional teaching and learning is less effective than 
task-oriented approaches that include experiential learning and learning through interaction with 
peers (BIS 2015: 19-20). 
Despite all the stated positive effects of entrepreneurship education, putting it into practice has 
often posed significant challenges, as suggested by Pihie and Bagheri (2011), Lackéus (2015) or 
Redford (2015), often because of the lack of time and resources or because teachers fear commer-
cialism, as entrepreneurship has been primarily viewed from an economic perspective because of 
its positive effects on employment, productivity, innovation and economic growth (Sousa 2018: 
2). Similarly, the literature reveals insufficient teacher training and the need for a more holistic 
approach in this respect (Lackéus 2016, Komarkova et al. 2015), despite the fact that the success 
of entrepreneurial education programmes has been commonly attributed to teachers’ high level of 
engagement (European Commission 2008: 40, European Commission 2015: 13).
Another major challenge to implementing entrepreneurial training relates to assessing to what 
extent the relevant competences have been acquired, which is the least advanced aspect of this 
issue. Assessment efforts often focus on the acquisition of competences or even on its effects 
on employability, but should focus on the activity developed and should be based, according to 
Lackéus (2016) on actions, thoughts and emotions. Such strategies can be better implemented 
by teaching through entrepreneurship instead of teaching for entrepreneurship, which results in 
learning by creating value, instead of merely learning by doing. Whereas teaching for entrepre-
neurship involves an occupationally oriented approach based on the acquisition of the required 
knowledge and skills, teaching through entrepreneurship is based on an experiential approach 
that can be integrated into other subjects by connecting the entrepreneurial competences to the 
core subject (Lackéus 2016: 10). This approach leads us to constructive alignment, in which as-
sessment is aligned with the tasks that must be carried out to achieve the relevant learning out-
comes (Biggs/Tang 2011), and which was proposed by Veiga Díaz/García González (2016) as an 
integral approach to translation teaching and learning. Within this approach, a progression model 
would be required that allows teachers to gradually adapt the learning process according to learn-
ers’ progress. Lackéus (2016: 24) concludes that four dimensions must be incorporated in entre-
preneurial learning in order to achieve progression:
•  Team-based approach.
•  Focus on value creation.
•  Connecting students with the outside world.
•  Letting students act on their knowledge and skills.
Incorporating these dimensions into the teaching and learning process leads to the acquisition of 
entrepreneurial competences but, as already stated, teachers do not always receive advice on how 
to apply these approaches or what to let students do.
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4. Entrepreneurship in translator education
In the field of translator education, the literature reveals an increasing interest in specific aspects 
of entrepreneurial education, namely employability, and in bridging the gap between professional 
practices and training in Spain, particularly over the last few years (Calvo et al. 2010, Chouc/Cal-
vo 2011, Galán Mañas 2017, Olalla Soler 2019). In this context, some authors have focused on ex-
ploring the market (Rico Pérez/García Aragón 2016), whereas others have delved into the profes-
sional competences required to enter that market (Álvarez Álvarez/Arnáiz Urquiza 2017, Galán 
Mañas 2019). Álvarez Álvarez/Arnáiz Urquiza (2017) focused on integrating in the curricula the 
professional competences required to enter the market, such as project management, social net-
working, taxes and invoicing, and concluded that these competences are underdeveloped in Spa-
nish curricula and that students should be provided with more tools to match the market needs. 
The research conducted in translator education and employability is extremely valuable and re-
levant to entrepreneurial competence, and it has been useful in the production of a new European 
competence framework aimed at consolidating and enhancing the employability of graduates of 
Master’s degrees in translation through Europe (European Commission 2017). Yet, employabili-
ty is only one of the areas of impact of entrepreneurial education. Thus, Torres-Hostensch (2012) 
analysed whether Spanish translation postgraduates were prepared for employment and conclu-
ded that knowledge of the market was not sufficient, and that specific knowledge, skills and atti-
tudes were required for the students to succeed. Similarly, King (2016) analysed employability in 
translator education and found that, despite the curriculum being increasingly designed with mar-
ket needs at its core, few learners undertaking translator education programmes intended to work 
as full-time professional translators. Consequently, she highlighted that translator education pro-
grammes should include employability skills that are flexible and relevant to varied labour mar-
kets, which would prepare learners for chaotic careers. Gieure Sastre (2016) analysed the ‘survi-
val’ of self-employed translators and interpreters and of translation and interpretation firms from 
the perspective of entrepreneurship and found that entrepreneurial education is an indicator of 
business success both for business owners and self-employed translators because such training 
can have a real and lasting impact. Indeed, entrepreneurial education goes beyond employability 
and aims at equipping students with the key set of competences needed for personal development, 
social inclusion, active citizenship and employment. Galán Mañas (2019) suggested pedagogical 
tools to acquire such competences, particularly the use by teachers of professional portfolios as 
a tool to assess students’ professional competences, and concluded that the professional portfo-
lios help students identify their own general competences and set future goals, which are related 
to the ‘vision’ and ‘self-awareness and self-efficacy’ competences envisaged in the EntreComp 
framework. In the field of self-efficacy, some steps have been taken in translation pedagogy re-
search in the last few years.  Thus, Bolaños Medina (2014) introduced the concept of self-efficacy 
from a social and cognitive perspective and found that self-efficacy is a construct of relevance for 
translation process-oriented research that has shown positive correlations with participants’ pro-
ficient language comprehension, tolerance of ambiguity and documentation abilities. Based on 
this research, Bolaños Medina/Nuñez (2018) proposed a preliminary scale for assessing transla-
tors’ self-efficacy. Haro Soler (2017) performed a study to find ways to incorporate self-efficacy 
in translator training programmes and identified some practices that help develop translation stu-
dents’ self-efficacy, among which: positive and constructive feedback, a student-centred approach 
based on strategy learning, continuous assessment, promoting participation and promoting awa-
reness of student performance. More recently, Haro Soler (2019) claimed that collaborative work 
positively affects students’ self-efficacy beliefs because of the possibility to discuss solutions and 
processes among peers, while Haro Soler/Kiraly (2019) explored self-efficacy beliefs in an ac-
tion-research project in which students collaborated with teachers and researchers.
The above proposals focus particularly on two areas of the EntreComp framework, name-
ly ‘resources’ and ‘into action’, and highlight the interrelation between the ‘working with oth-
ers’ and ‘learning through experience’ components of the entrepreneurship competence and the 
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development of other components, such as ‘self-efficacy’ or ‘tolerance of ambiguity’. Actually, 
both dimensions have often been combined under project-based learning or collaborative learn-
ing, which focuses on processes rather than on outcomes. As suggested by Massey/Braendli 2016, 
collaborative projects in translator education are designed to expose students to the processes, ac-
tors and factors of the situated translation event, fostering learner autonomy, self-awareness and 
empowerment. In line with this approach, Kiraly (2016) presented various innovative proposals 
for authentic experiential learning in translator and interpreter education claiming that authentic 
experiential work is an effective platform for learning. Actually, research on collaborative learn-
ing through experience and its related benefits is really abundant in the field of translation ped-
agogy. Huertas (2011), Kiraly (2012), Huertas (2013), Mitchell-Schuitevoerder (2013), García 
González/Veiga Díaz (2015), Hagemann (2016), Kiraly et al. (2016), Maruenda Bataller/Santae-
milia Ruiz (2016), Massey (2019) or Kiraly et al. (2019) are only a few examples of how the so-
cial-constructivist approaches to translator education have evolved into a comprehensive view of 
learning that rejects conventional one-way, top-down transmission of knowledge and skills and 
uses experience in collaboration with others to develop a whole set of competences, including the 
entrepreneurial competences envisaged in EntreComp, insofar as teaching through entrepreneur-
ship is based on an experiential approach that connects the entrepreneurial competences to the 
core subject (Lackéus 2016: 10). 
5. Methodology
To determine whether the components of the entrepreneurship competence envisaged in Entre-
Comp can be further developed in current translator education programmes in Spain, we carried 
out a descriptive analysis of the entrepreneurship competence as represented in the curricula of 
such programmes.  First, we determined the extent to which the 31 Spanish Universities offering 
Translation and Interpretation undergraduate degrees incorporate the EntreComp Framework 
Competences in their curricula. To this end, we reviewed the competences included in the curri-
cula of the 32 undergraduate degrees in Translation and Interpretation in Spain and we collected 
information on the following parameters:
• Name of university.
• Type of university, according to the public-private dichotomy, which would be relevant for policing.
• Name of degree, in order to determine whether the curriculum was interdisciplinary or focused exclu-
sively on translation and interpretation.
• Year of degree implementation, in order to determine whether the curriculum was designed and im-
plemented prior to or after the Entrepreneurship 2020 Action Plan and, consequently, the development 
of the EntreComp Framework.
• Incorporation of transversal competences, in order to determine whether the competences envisaged in 
the curricula are considered as transversal for life or related exclusively to the relevant degree.
• Inclusion of a broad entrepreneurship competence or of specific EntreComp competences, in order to 
determine the extent to which the relevant entrepreneurial competences are considered.
Because EntreComp is envisaged as a flexible source of inspiration (EntreComp 2016: 5), we ad-
opted a flexible approach and completed the analysis by recording those competences that slightly 
deviated from the explicit definition provided in EntreComp. Thus, we recorded the competences 
that coincided partially with EntreComp competences and those which were applied exclusively 
to translation, and analysed them separately. Hence, we differentiated the competences that fully 
matched the EntreComp competences and the competences that only partially did, with a view to 
determining which aspects of entrepreneurship are actually envisaged in current Spanish transla-
tion programmes.
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In addition, we determined the kind of approach adopted by translator education programmes 
to entrepreneurial education by reviewing all the curricula. Specifically, we revised whether the 
EntreComp competences were incorporated in translation education programmes as competences 
that are transversal to the programme (‘learning through entrepreneurship’) or as competences 
that are specific to certain modules (‘learning for entrepreneurship’).
Based on the results of the review, we performed a SWOT analysis to identify the strengths 
and weaknesses of the current curricula, as well as the opportunities and threats that should 
be considered for taking action. SWOT is a descriptive tool used to obtain an overview of an 
organisation’s environment by evaluating internal strengths and weaknesses, and external oppor-
tunities and threats (Sammut-Bonnici/Galea 2015: 1). The results of the analysis were used to 
make an overall proposal for introducing entrepreneurial training in undergraduate translation de-
grees in Spain within the current curricular framework.
 6. Entrepreneurial competences for Translators in Spanish Universities
In Spain, a total of 31 Universities offer 32 undergraduate translation degrees, 21 of which are 
taught in public universities (65%) while 11 are taught in private universities (35%). Interdisci-
plinary degrees are uncommon; actually, 75% focus exclusively on translation and interpretation, 
while 15% combine translation with languages and 10% combine translation with communica-
tion. Combining translation with languages or communication is more frequent in private univer-
sities, which offer 62.5% of interdisciplinary degrees. This means that 85% of the degrees offered 
by public universities focus exclusively on training translators and interpreters, whereas 15% of 
the degrees are aimed at training translators and language teachers. 
With regard to the year of implementation of the analysed curricula, two thirds of the degrees 
were implemented between 2008 and 2013, before the release of the Entrepreneurship 2020 Ac-
tion Plan and the development of the EntreComp framework model, and only one third was im-
plemented between 2014 and 2019. Within the latter, a distinction must be made between pre-
EntreComp and post-EntreComp degrees: 50% of the degrees implemented between 2014 and 
2019 are pre-EntreComp and 50% are post-EntreComp. In terms of entrepreneurship competence, 
this means that 80% of current degrees were designed according to the broad definition of entre-
preneurship competence contained in the Recommendation of the European Parliament and the 
Council as a key competence for lifelong learning (European Parliament and Council 2006: 17), 
and only 20% of the curricula were designed after the establishment of a common framework 
for entrepreneurship competence development. Particularly, 12.5% of post-EntreComp curricula 
were designed and implemented by private universities and only 7.5% of post-EntreComp curri-
cula were designed by public universities, which could be due to greater competition for attracting 
students through modernisation and differentiation. 
The impact of these findings on designing and deploying entrepreneurial competences in trans-
lator education in Spain is clear: our review has revealed that entrepreneurship in translator and 
interpreter education in Spanish universities is often seen as a competence per se. Actually, 37.5% 
of the undergraduate degrees include ‘Taking the initiative and entrepreneurship’ as a transver-
sal or general competence, and some of the degrees combine this competence with other com-
petences such as motivation, coordination or leadership. This wording matches the 2006 Re-
commendation to include the sense of initiative and entrepreneurship as a key competence, but 
ignores its components, which already emerged from the 2006 description of the competence, 
despite their germinal state. Interestingly, one of the curricula that incorporated the sense of initi-
ative and entrepreneurship competence was designed after 2016, thus neglecting the EntreComp 
framework. Figure 2 shows the distribution of EntreComp competences according to period of 
curricula design and implementation. Before 2013, only six of the EntreComp competences were 
considered in the curricula. After the release of the Entrepreneurship 2020 Action Plan, five new 
competences emerged in the curricula, namely spotting opportunities, valuing ideas, ethical and 
sustainable thinking, self-awareness and self-efficacy, and financial and economic literacy. Yet, 
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with the emergence of these competences, the presence of four of the competences included in 
previous curricula declined, with no recognisable pattern in most cases, except for ‘planning and 
management’, which from 2013 has been considered exclusively from the point of view of mana-
ging translation projects in 33% of cases.  
Figure 2. Distribution of competences according to period of curricula design and implementation.
Given that EntreComp defines entrepreneurship as a transversal competence that applies to all 
spheres of life, we have checked whether the translator education curricula currently in force in 
Spain envisage the development of transversal competences in general, i.e. any competences that 
are relevant for life and must be developed across education levels and sectors. We found that 
only 53% of the degree curricula explicitly incorporate transversal competences, a proportion 
that has improved only slightly over time, as 58% of the degrees implemented after 2013 have in-
corporated transversal competences into their curricula, but 41% still ignore transversal compe-
tence development. No significant differences were found between public and private universities 
for this parameter, though the percentage of public universities incorporating transversal compe-
tences into their curricula was slightly lower (52.4%) than the percentage of private universities 
(54.5%). 
More specifically, the analysis of the categorisation of the EntreComp competences included 
in Spanish translator education curricula reveals that only 42% have been categorised as transver-
sal, i.e. considered by curricula designers as transferable to all spheres of life, whereas 54% have 
been categorised as general, i.e. considered by curricula designers as common to various modules 
in the same degree, and 4% have been categorised as specific, i.e. exclusive to a given module. 
This suggests that the majority of the degrees have disregarded the EU Recommendation, which 
considers entrepreneurship as a transversal competence. According to this Recommendation, all 
the components of the entrepreneurship competence should have been categorised as transver-
sal, which contrasts with the fragmentation of results shown in Figure 3. This means that current 
Spanish curricula are approaching translator education from the inside, without equipping future 
translators for personal development, work life or the outside world. Thus, Spanish translator ed-






Figure 3. Proportion of EntreComp competences categorised as transversal, general and specific 
Table 1 shows the general results obtained for the representation of the EntreComp 
competences in the curricula of undergraduate translation degrees in Spain, expressed as 
percentages.  
Table 1. Percentages of EntreComp framework competences envisaged in curricula of undergraduate trans-
lation degrees in Spain.
Following this overview of the most general results derived from our analysis, we present and 
discuss specific results for the three interrelated competence areas that make up the EntreComp 
framework: ‘ideas and opportunities’, ‘resources’ and ‘into action’.
6.1. Ideas and Opportunities
The ideas and opportunities area comprises the following entrepreneurial competences:  spotting 
opportunities, creativity, vision, valuing ideas, and ethical and sustainable thinking. These compe-
tences are related to using the imagination to identify opportunities for creating value, developing 
creative and purposeful ideas, working towards a personal vision of the future, making the most 
of ideas and opportunities, and assessing the consequences and impact of putting them into prac-
 Competence Total (%) By type of University (%) 












Spotting opportunities  6.25 0.00 18.18 
Creativity  56.25 61.90 45.45 
Vision  0.00 0.00 0.00 
Valuing ideas  6.25 0.00 18.18 






Self-awareness and self-efficacy  6.25 0.00 9.09 
Motivation and perseverance 12.50 4.76 27.27 
Mobilising resources  100 100 100 
Financial and economic literacy  3.13 4.76 0.00 







Taking the initiative 46.88 47.62 45.45 
Planning and management  50.00 57.14 63.64 
Coping with uncertainty, ambiguity and risk  0.00 0.00 0.00 
Working with others 90.63 90.48 90.91 




tice. Except for ‘creativity’, which is incorporated in 53% of the analysed curricula, the results for 
this area are very poor, particularly when considering only explicit references made to the Entre-
Comp competences. Actually, not a single degree incorporates any competence related to vision 
in their curricula, and only 6.25% of the degrees incorporate competences related to spotting op-
portunities, valuing ideas or ethical and sustainable thinking. Specifically, ‘spotting opportunities’ 
is present in two degrees designed by private universities that combine translation and languages. 
This accounts for only 12.5% of translation degrees in Spain. Actually, the competences with no 
representation in the curricula of public universities increase up to three: spotting opportunities, 
vision and valuing ideas. 
Figure 4. Ideas and opportunities competences in translator education curricula in public and private uni-
versities.
The situation improves slightly for ‘ethical and sustainable thinking’ when a flexible approach to 
EntreComp is taken and the ethical and sustainable attributes are considered separately. Actually, 
ethical thinking is envisaged in 75% of the curricula, sustainable thinking is envisaged in 6.25% 
and ethical and sustainable thinking is envisaged in 6.25% of the curricula. 
Figure 5. Ethical and sustainable thinking competence in translator education in public and private univer-
sities.
The combination of the three possibilities amounts to almost 90% of presence of some of the ele-
ments in this competence, with wide presence of ethical behaviour. This implies that students are 
compelled to act responsibly, but not to reflect on how sustainable their goals are or on the course 
of the action chosen.
6.2. Resources
The resources area comprises five entrepreneurial competences, namely self-awareness and self-
efficacy, motivation and perseverance, mobilising resources, financial and economic literacy, and 
mobilising others, which are related to believing in oneself, staying focussed and keep develo-
ping, gathering and managing resources, developing financial and economic know-how and inspi-






only explicit reference to the entrepreneurial competences included in the resources area yields 
poor results for most competences considered.
Figure 6. Resources area competences in translator education in public and private universities.
As shown in figure 6, all the Spanish universities incorporate the ‘mobilising resources’ compe-
tence in their curricula. Conversely, no university incorporates ‘motivation and perseverance’ or 
‘mobilising others’, only one university incorporates ‘self-awareness and self-efficacy’, and only 
two universities incorporate ‘financial and economic literacy’. 
The results for motivation and perseverance slightly improve when the competence splits into two 
sub-competences, insofar as motivation is present as a transversal competence in two degrees of-
fered by private universities that combine translation with languages. This accounts for 12.5% of 
translation degrees in Spain. 
In 40% of the analysed translator education curricula, motivation is present, but linked exclu-
sively to quality. Yet, we cannot apply a flexible approach here because EntreComp understands 
motivation as the ability to regulate behaviour to stay driven and achieve the benefits of turning 
ideas into action, be determined and be capable of rewarding initiative, effort, and achievement 
appropriately within a team or organisation, which covers many areas apart from quality. The 
same applies to perseverance, since there is no hint of allusion to patience or resilience under 
pressure or adversity in current curricula.
Similarly, ‘financial and economic literacy’ would apparently benefit from introducing a flexi-
ble approach to the interpretation of competence, insofar as 90% of the universities include com-
petences related to the economic and professional aspects of translation in their curricula. Ho-
wever, a detailed analysis of the actual implementation of this competence reveals that almost 
70% of the degrees develop economic and professional literacy through a single module focused 
on learning how to create a new business, prepare bills, pay taxes or manage projects. This ap-
proach lies far from the EntreComp framework descriptors, which relate financial and economic 
literacy to putting in place and evaluating financial decisions over time, making sure the value-
creating activity developed can last over the long term, or judging opportunities to become an in-
vestor. Actually, the current approach to the financial and economic literacy competence in Spa-
nish translator education programmes has more to do with getting and managing the resources 
to support an idea, an opportunity or a new business, or developing effective time-management 
procedures for the translation activity, which are some of the aspects included in ‘mobilising re-
sources’.
According to these findings, translator students in Spain are being trained for mobilising re-
sources. This will help them find, manage and make the most of the material, non-material, di-
gital, technical, legal and tax resources and competences required at any stage. However, this is 
only one of the five components of the resources area identified in EntreComp. Based on our ana-
lysis, translator education programmes in Spain are neglecting highly important skills for work 




ting on needs and aspirations, identifying and assessing strengths and weaknesses, being deter-
mined and resilient, estimating the cost of turning an idea into a value-creating activity, and plan-
ning and managing financial decisions. 
6.3. Into action
The into action area comprises the last five entrepreneurial competences, namely taking the in-
itiative, planning and management, coping with uncertainty, ambiguity and risk, working with 
others, and learning through experience, which are related to initiating processes and acting in-
dependently to achieve goals; prioritising, organising and monitoring tasks, making decisions in 
uncertain situations, collaborating and networking, and learning by doing.
This is the competence area with the best results, which are particularly good for three compe-
tences: planning and management, working with others and learning through experience.
Figure 7. ‘Into action’ competences in translator education in public and private universities.
As shown in figure 7, very similar results are obtained for public and private universities in this 
area, which allows us to treat data as a single dataset. Overall, learning through experience or lear-
ning by doing is incorporated as a competence in 100% of the curricula, whereas ‘working with 
others’ is incorporated in 90% of the degrees. 
Yet, we must clarify that the ‘working with others’ competence envisaged in Spanish curricula 
in translation does not explicitly include the ‘value creation’ component required for real entre-
preneurship to occur, nor does it include the ‘conflict resolution’ dimension envisaged in Entre-
Comp, which is necessary to develop emotional intelligence and avoid rejection of team projects 
by students.
Good results are also obtained for ‘planning and management’ and ‘initiative’, which are in-
corporated in 47% and 50% of the curricula, respectively. The results for planning and manage-
ment substantially improve under a flexible approach, i.e. by including specific translation pro-
ject planning and management competences in the main planning and management competence. 
Actually, the percentage of degrees that develop competences related to defining goals, planning, 
organising and monitoring progress increase up to 90% when the transversal, general and specific 
competences are considered jointly. 
Conversely, ‘coping with uncertainty, ambiguity and risk’ is not incorporated as a competence 
in any of the degrees in translation offered by Spanish universities. Finally, as stated at the begin-
ning of this section, 37.5% of the undergraduate degrees combine ‘Taking the initiative’ and ‘en-




According to these findings, translator students in Spain develop to some extent the compe-
tences related to learning by doing, working with others, initiative and planning and management. 
This provides a good basis for implementing a project-based learning approach, which provides 
an excellent framework for incorporating other entrepreneurial competences. These results are in 
agreement with the abundant research conducted in the field of collaborative learning in transla-
tion (see Huertas 2011, Kiraly 2012, Huertas 2013, Mitchell-Schuitevoerder 2013, García/Veiga 
2015, Hagemann 2016, Kiraly et al. 2016, Maruenda Bataller/Santaemilia Ruiz 2016, Massey 
2019 or Kiraly et al. 2019).
7. SWOT analysis and proposals for action
As suggested by Kormakova et al. (2015: 4), traditional teaching and learning can be meaning-
fully adapted to the needs of entrepreneurship competence, particularly by innovative and well-
aligned teaching and assessment methods that help educators achieve creative entrepreneurial de-
velopment. 
Based on both this premise and the findings reported in the above section, we present an analy-
sis of the strengths, weaknesses, opportunities and threats of the current situation of entrepreneu-
rial competence in Spanish translator education that will allow us to make the decisions required 
to improve the status quo.
7.1. SWOT analysis
Table 2. SWOT analysis for development of entrepreneurial competence in Spanish Translator Education
SWOT ANALYSIS 
Strengths Weaknesses 
• Strong focus on learning by doing in groups. 
• Successful implementation of team work. 
• Strong focus on mobilising resources. 
• Strong focus on ethical behaviour. 
• Good approach to ‘into action’ competence. 
• Experience in competence implementation. 
• Experience in curricula design. 
• Outdated curricula. 
• Difficulties for course planning and assessment. 
• Disregard of non-cognitive skills. 
• Neglection of ideas and opportunities. 
• Focus on value acquisition, instead of value 
creation. 
• Education for entrepreneurship, not through 
entrepreneurship. 
• Considering competences as administrative 
work. 
• Inappropriate facilities. 
Opportunities Threats 
• Curricula with broad competences that 
encompass EntreComp competences.  
• Abundant literature on entrepreneurial teaching. 
• Europe’s commitment to entrepreneurial 
teaching. 
• EntreComp framework. 
• Implementation of pilot projects. 
• Possibility of curricula renewal. 
 
• Insufficient teacher training. 
• Rigid course planning and assessment schemes.  
• Lack of incentives to teachers. 
• Reluctance to change the approach to curricula 
design. 
• Reduced number of entrepreneurial teachers. 
• Disregard of transversality. 
• Insufficient connection between students and 
the outside world. 




Reviewing the curricula of Spanish undergraduate degrees in translation and interpretation has 
brought to light the following strengths within the current framework: the curricula of the diffe-
rent modules show a strong focus on ethical behaviour, mobilising resources, learning by doing, 
team-work and planning. Based on these strengths, proposals for action can be further developed. 
7.2. Proposals for action
The spotted strengths provide an excellent starting point for incorporating the EntreComp entre-
preneurial competences in the curricula through experiential collaborative learning, an appropri-
ate learning setting (Massey/Braendli 2016) that allows for the integration of the four dimensions 
required in order to achieve progression: team-based approach, focus on value creation, connec-
ting students with the outside world and letting students act on their knowledge and skills.
First, collaborative projects facilitate the integration of competences related to the ‘ideas and 
opportunities’ area, such as spotting opportunities, vision, creativity and valuing ideas, provided 
that some freedom is given to students to define their own project by identifying needs and chal-
lenges, develop several ideas, experiment with innovative approaches, imagine how their ideas 
could be put into action, recognise the potential of all the ideas considered and assess which could 
be put into action. 
Second, with regard to the ‘resources’ competences, collaborative projects promote self-awa-
reness and self-efficacy, as suggested by Haro Soler (2019), motivation and perseverance (Way 
2019), mobilising others and taking the initiative, insofar as collaborating with others requires 
reflection on individual and group needs, determination and patience to achieve individual and 
group aims, enthusiasm to engage other people in the project, and resilience to adversity and tem-
porary failure. Resilience to adversity and temporary failure have been used as pedagogical re-
sources in translation education by Washbourne (2015). In this area, emotions become even more 
relevant. Sharing these processes with peers and mentors or teachers adds learning value to the 
experience, since emotions are key to attributing meaning to learning experiences, as suggested 
by (Dirkx 2001). 
Third, as per the ‘into action’ competences, which are already satisfactorily included in the cur-
ricula, particular attention should be payed to creating value for the outside world, which would 
foster the capability to cope with uncertainty, ambiguity and risk, take decisions when the results 
of the decisions are uncertain, when the information available is partial or ambiguous, or when 
unintended outcomes arise. In this sense, Hubscher-Davidson (2018) claims that tolerance of am-
biguity is essential for translators to be successful and links this competence to emotional intel-
ligence and job satisfaction. Moreover, collaborating with the outside world requires initiating 
processes that create value for others: collaborating with local governments and agencies by pro-
viding them with guidelines to successfully translate their documents, working with non-profit 
organisations to help them spread knowledge and ideas, or collaborating in the development and 
translation of Free and Open Source Software are some examples that have been successfully im-
plemented in undergraduate translation degrees in Spain.
The stimulus of the Entrepreneurship 2020 Action Plan and the experience gained from pilot 
projects provides us with an opportunity to engage in the described approach. This approach fo-
cuses on value creation and it can be incorporated in translator education without making changes 
in the curriculum, considering that the competences envisaged in current translator education 
programmes are broad and encompass the more specific competences included in the framework 
model. 
Moreover, the described approach compensates for some of the spotted weaknesses, among 
which disregard of non-cognitive skills, neglection of ideas and opportunities, or perception of 
competences as administrative work. Still, some weaknesses would persist, among which lack of 
specific training for teachers or inappropriate facilities for collaborative work. The abundant lite-
rature on collaborative learning (see Huertas 2011, Kiraly 2012, Huertas 2013, Mitchell-Schuite-
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voerder 2013, García/Veiga 2015, Hagemann 2016, Kiraly et al. 2016, Maruenda Bataller/San-
taemilia Ruiz 2016, Massey 2019 or Kiraly et al. 2019) and the experience gained from European 
Pilot Projects could compensate for the lack of specific training, whereas other weaknesses, such 
as difficulties in collaborative work assessment, could be further compounded because of the de-
monstrated challenges of entrepreneurial competence assessment. To alleviate this weakness, the 
EntreComp model proposes different levels of proficiency aligned with the corresponding lear-
ning outcomes, which should be useful for building a specific model that help educators assess 
progression in entrepreneurial competence acquisition in translation degrees.
Finally, we would still have translator education programmes with outdated curricula, in the 
sense that they do not conform to the European entrepreneurship education guidelines. This could 
be solved by undertaking a reform of the undergraduate translation degrees using the experience 
in EHEA curricula design and competence implementation gained by Spanish Universities in the 
last ten years. Notwithstanding, the detected threats would be particularly menacing in a degree-
reform context, and specific actions should be envisaged if translation and interpretation degrees 
were reformed.
8. Conclusions
The results demonstrate that the entrepreneurship competences envisaged in the EntreComp fra-
mework model are underrepresented in Spanish undergraduate degrees in translation and inter-
pretation, with no significant differences between public and private universities or between de-
grees that offer translation and interpretation training alone or combined with languages or com-
munication. The vast majority of current curricula were designed between 2008 and 2010 and 
reflect the perspective of entrepreneurship and leadership prevailing at the time, which is far less 
specific than the current perspective and focuses on leadership, moral values and ethics, commu-
nication and also the ability to adapt to new work contexts. Actually, these curricula often empha-
sise skills such as autonomy, teamwork and collaboration, communication, sense of responsibili-
ty, organisation and management and decision-making, which can be included in a wide definiti-
on of entrepreneurship. While some of these competences, such as autonomy, responsibility and 
self-learning can be considered as prerequisites in the field of higher education, elements such as 
ambiguity, uncertainty and ability to learn from failure, which have been explicitly approached in 
tertiary education case studies (Komarkova et al., 2015: 27), are almost neglected in translator ed-
ucation and translation education research (Bolaños-Medina 2014, Washbourne 2015, Hubscher-
Davidson 2018).
Despite the general approach to entrepreneurship in current translator education programmes, 
some competences match those included in the EntreComp framework. Thus, ‘mobilising resour-
ces’ and ‘learning through experience’ are the pillars of the current curricula, and ‘planning and 
management’ is well represented. Yet, learning through experience is very often understood at a 
foundation or intermediate level, in which students focus exclusively on applying what they have 
learned to a practical task or activity, with scarce reflection on what or how they have learned and 
no sense of creating value for others. 
The competences in the ‘ideas and opportunities’ area are the least represented competences, 
with substantial neglection of spotting opportunities, valuing ideas, vision and sustainable thin-
king. The same applies to some ‘resources’ competences, such as self-awareness and self-efficacy, 
motivation and perseverance and mobilising others, and to the ‘into action’ competence labelled 
‘coping with uncertainty, ambiguity and risk’. Considering that the labels for these three areas aim 
at stressing that entrepreneurship competence is the ability to transform ideas and opportunities 
into action by mobilising resources, our results suggest that our students develop the ability to 
mobilise resources to do things in a planned manner, but leave the ideas behind and are unable to 
spot opportunities or mobilise others. This would partially explain why self-employment among 
Spanish graduates accounts for less than 20% according to Galán Mañas (2017).
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In spite of these weaknesses, our analysis has revealed strengths and opportunities in the cur-
rent situation that would allow for the implementation of the EntreComp framework model in cur-
rent translator education curricula, mainly because of the relevance of team-based work and its 
potential for entrepreneurship competence development. Such a change would involve moving 
from educating for entrepreneurship to educating through entrepreneurship. 
Alternatively, entrepreneurial learning could be properly incorporated in translator education 
by reforming current curricula with the aid of the Entrepreneurship Competence framework. This 
would involve making universities more entrepreneurial, in accordance with the Entrepreneur-
ship 2020 Action Plan. Yet, our study should be extended to other European countries in order to 
obtain a more comprehensive view of the actual implementation of the EntreComp framework 
in translator education in Europe before reforming Spanish curricula. For the time being, let the 
small steps count.
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